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Running Head: HOW TO EFFECTIVELY USE STRATEGIES TAUGHT IN DIVERSITY 
TRAINING SEMINARS 
How to Effectively Use Strategies Taught in Diversity Training Seminars: A Transformation of 
Students and Staff at Sodus Central School District . 
Christina Costich 
St. John Fisher College 
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Introduction 
Census data indicate the United States is one of the most diverse nations in the World, 
. 
and nowhere is that diversity more evident than in our schools, colleges, and universities 
(Bedden, FutreH, and Gomez, 2003). African American, Latino, American Indian, and poor 
children in general continue to achieve below grade leve~ dropout in much greater numbers, and 
go to co!Jege in much lower proportion than their middle-class and European Amttrican peers 
(Jacobson, 2000). Jacobson also states, "The disproportion between minority and White dropout . 
rates suggests that the educational systems through which these students have p'assed have failed 
to address equitably the needs of all those they serve. In theory, if school djstricts begin to train 
their educators on diversity and how to educate a diverse population of students, perhaps the 
Uruted States might see a rise in test scores and a decrease in dropout rates. 
In the district where I work, a very diverse student population exists. Sodus, New York 
is located in Wayne County. The village of Sodus is located south of Lake Ontario, which 
facilitates a rich apple farming area. The village, itself, is set in a very rural low socioeconomic 
area. Many extended families from the inner city of Rochester have found Sodus to be a safe 
haven for their descendents. Giving Sodus the name "The inner city of Wayne County." 
However, I have srudents that reside on the shores of Lake Ontario in Sodus Point. These 
students are from middle to upper class families. The geographic location of this district has 
created a very mixed student population, consisting of African Americans, Hispanics (mainly 
migrant farmers), and Caucasians. Students range from 
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upper class to below the poverty level. Due to such diverse population of students, each second 
year teacher is required to take a minimum of twenty hours in diversity training. 
Why does <liversity produce a lack of motivation? Children come to class without their 
homework, materials, or the desire to learn. These students cause problems, on a daily basis, 
such as yelling out, not performing tasks, arguments, and other disruptive issues. On numerous 
occasions, students have come to me with issues that they deal with on a regular basis at home. 
Some of the concerns they cart with them are drug abuse, lack of money, being estranged from 
their parents, parental abuse, and problems with the law. Each of these students carries some 
kind of baggage with them that is hard to forget while in school. At times, they are also faced 
with low self-esteem and lack of knowledge on a certain topic that .is covered in class. Teachers 
also have lower expectations for these students, which hinder their lea.ming process. 
Nayda Capella-Santana conducted a study where the same ideas were addressed. Santana 
wondered if the discrepancy between teachers' knowledge of diverse cultures and the cultural/ 
ethnic backgrounds of the students they must teach may hinder the teachers' ability to effectively 
teach all students. She reported that multi-culturally aware teachers, who take into consideration 
their students' culture/ ethnic background, have been able to develop curricula that foster the 
academic success of minority students. With the lack of knowledge about cultural diversity, is 
often the absence of high teacher expectations of their minority students (Garcia, 1999). 
Teachers underestimate minority students' academic abilities and consequently present them 
with Jess challenging and demanding curricula, thus limiting their academic opportunities 
(Capella-Santana, 2003). 
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If all children are to be effectively taught, educators must be prepared to address the substantial 
.. 
diversity in experiences children bring with them to school- the wide range of languages, 
cultures, exceptionalities, learning styles, talents, and intelligences that in turn requires an • 
equally wide and varied repertoire of teaching strategies (Bcdden, Futrell, & Gomez, 2093). The 
need to properly educate all children regardless of cultural or ethnic background cannot be 
denied. Teachers have to acquire the skills, techniques, and knowledge to effectively accomplish 
this task (Capella-Santana, 2003). Hopefully, I will gain new insights and strategies during the 
diversity training that will enable me to motivate and meet the needs of all of my .students . 
• 
Being a second year teacher, I am required to attend twenty hours of diversity training . 
. 
This provides the foundation of my study. Through the implementation of the strategies taught in 
the diversity training, I am interested to see if there is an increase in the motivation of my 
students. I am also interested to see if my colleagues and I change our perspectives on teaching 
to such a diverse population of students. 
.. 
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L iterature Review 
The population of the United States is becoming overwhelmingly more diverse. The United 
States is more accurately described as a wonderful mix of cultures and races, old and new 
immigrants, exceptionalities and talents. America' s cultural diversity is one of its national 
treasures (Bedden, Futtrell, and Gomez, 2003). However, accompanying diversity is low 
achievement and motivatlon of students. Also, many teachers carry with them pre-conceived 
I 
notions about certain cultural groups. Teachers are faced with a wide range of ethnicities, 
cultures, learning styles, and needs of students. These facilitators of education need to be better 
prepared to meet the variety of needs that they encounter in each classroom. Teachers need to be 
' 
made aware of the prejudices they carry with them because these p'rejudices hinder an equal 
education for all. Many universities, teacher training prograrps, and school districts are relying 
on diversity training and classes to prime the teachers of tomorrow for this significant change. 
What do our schools look like today? 
Enrollment in elementary and secondary schools today bas reached over 53 million children-
35% from racial or ethnic minority groups. If current demographic trends continue, this figure is 
projected to reach 51 % by 2050 (Bedden, Futtrell, and Gomez, 2003). Today, approximately 
one out of four individuals (25%) undt:r the age of 18 are living in poverty (Payne, 2001 ) . More 
than 33% of children between the ages of 5 and 17 are of limited English proficiency. One-third 
of all African American and Hispanic students attend schools that have minority enroJJments of 
90% or more. Many of these schools offer substandard education and are poorly equipped to 
prepare students for a modem technological world. Preparing educators to teach student s of 
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diverse racial, ethnic, social class, and language backgrounds is a pressing matter. for schools of 
.. 
education (Bedden, Futtrell, and Gomez, 2003). 
. . 
Sodus Central School District consists of a very diverse student population as well. Out, of 1602 
students, 3 08 of the students are of another race or ethnicity than Caucasian. Due to many 
failures in math and ELA, the district was deemed a school at risk. DuriQg the 2002-2003 sch?ol 
year Beverly Ouderkirk conducted a Root Cause Analysis of the district to figure out what some 
of the underlying causes are. One of the issues that arose, through the analysis, was that there 
• 
were unequal opportunities given for individual students. Ouderkirk's concerns about unequal 
' 
opportunities were found in the district's achievement data as well as comments made by 
parents, students, and staff She reported that many of these students come from disadvantaged 
homes were learning and education has not been a priority. She further says that the district is 
responsible for finding other means for reaching all students. Sodus needs to find the best 
practices to close the learning gaps and provide opportunities for equity of all students .. The 
district has already begun working on the concepts delineated by Ruby Payne for working with 
children of poverty. However, in looking at teaching strategies, Oderkirk states that the district 
should spend time talking to parents and students about their perceptions on how the school deals 
with people who are different. From there, the district needs to provide strong professional 
development opportunities, where teachers can work together to build a stronger curriculum 
coined with best practices to provide an environment that is conducive to all learners. These 
findings are supported by the literature review provided in the next several pages. 
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Why do schools and universities need to educate teachers on diversity? 
In several articles, the link between teacher attitudes and achievement among minority students 
was prevalent. Educational researchers have shown that many of the problems•that occur in the 
I 
classroom wilh regard Lo sludenl achievement and opportunity to learn are due to. what is 
typically called the "cultural mismatch" between teachers and students, a mismatch that can be 
more accurately tied to racial/ ethnic differences. Prejudice is an attitude or belief; it may not 
' always be evident in a person's behavior. Prejudjce can manifest itself in subtle, ~overt ways. 
Teachers who unconsciously treat their students differently based on their racial/ ethnic 
differences may be doing so as a result of unrecognized prejudices (Tettegah, 1996). One 
participant in Capel1a-Santana'
0
s study stated, " Children are at risk. They are culturally deficient 
I 
because their culture has not taught them what they need to know." Sharon Tettegah found that 
,JI 
out of 74 prospective teachers who participated in her analysis, all of them had some form of 
racial bias. Neal, McCray, Webb-Johnson, & Bridgest performed research on movement styles of 
students and the perceptions teachers have of these styles. The movement styles the authors were 
studying consisted of a standard and nonstandard walking style. The authors found that teachers 
perceived students with African American culture-related movement styles as lower 
achievement, higher in aggression, and more likely to need special education services than 
students with standard movement styles (Neal, McCray, Webb-Johnson, & Bridgest, 2003). 
Since children' s perceptions of themselves can significantly be related to the academic 
evaluation from teachers, teacher misconceptions and negative attitudes about certain groups of 
students can create situations that may not be conducive to learning and positive interaction 
among their students (Irwin, 1999). Jacobson argues this point by stating, "When a high school 
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teacher announces to his/ her class, "Only 30% of you are gqing to college; lets see who it is 
going to be." Th.is statement sets in motion a self-fulfilling prophecy for students who already 
lack academic self-confidence." Among the mechanisms discovered to affect minority students 
adversely, none is more important than teacher's low expectations (Jacobson, 2000). 
' 
Low achievement and motivation among minority students is coupled with the curriculum apd 
I 
pedagogy. Teachers may underestimate minority students' academic abilities and consequently 
' 
present them with less challenging and demanding curricula, thus limiting their academic 
opportunities (Capella-Santana, 2003). Minority students get Jess instruction in higher order 
' 
skills than do their advantaged peers and the curricula given to minority students is often 
I 
narrowed and/ or the content is watered down (Madhere, 1998). In a study conducted by Bass 
· ' ' I 
and Coleman, the authors found that most public schools foster Euro centric curricula, which 
favor students who learn in a logical, sequential, linear, and or judgmental fashion. However, 
most non-white students learn and process informatio,n in a nonsequential, abstract, nonlinear 
style. The two authors found that minority students also loose interest in school because there is 
an absence of multicultural education in formal education materials and lessons (Bass and 
Coleman, 1997). Capella-Santana also stated that the fragmented representations of minority 
cultures in various curricula have a negative impact on minority students' opportunities to 
acquire the skills needed to succeed in mainstreamed society. Madhere found that every student 
benefits from better pedagogical practices. On average, an improvement in the quality of 
instruction alone was found to contribute to elevated performance by about one-third of the 
standard deviation. Jn this study, almost 40% of the students reported that the pedagogical 
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practices, particularly the quality and delivery of instruction, were inadequate. If there is an 
expectation for all students to learn, then all teachers must teach. However, there is more to 
pedagogy than curricular and instructional standards. Teacher support is a critical element iand 
. 
bolsters student achievement to higher levels than what could be attained through instru~tion 
alone. Teacher support means appropriate feedback on learning as well as guidance and active 
affirmation of students' humanity (Mad here, 1998). This supports Irwin's findings, that teachers 
I ' 
are role models and help in building both cognitive and sociocultural student growth. The 
. 
teacher support discussed in Madhere's study also builds the relationships that R~by Payne talks 
about in her book, Frameworks for Understanding Poverty. The role of an educator is to offer a 
. 
support system, role models, and opportunities to learn, which will increase the likelihood of the 
students' success (Payne, 2001). 
Understanding of ethnic/cultural backgrounds facilitates higher achievement in diverse 
classrooms. The discrepancy between teachers' knowledge of diverse cultures and the culturaV 
ethnic backgrounds of the students they must teach may hinder a teachers' ability to effectively 
teach all students (Capella-Santana, 2003). Different cultures carry with them a variety of vftlues, 
customs, beliefs, communication patterns, aesthetic standards, and hidden rules, which have been 
passed from one generation to the next (Payne, 2001). Noted in Payne's book and in the study 
done by Durodoye and Hildreth, they came to the same conclusion that as the cultures of 
ethnically and socioeconomically distinct communities vary, so do the differences in learning 
styles. A teacher' s inability to work with persons demonstrating varied learning styles may 
create barriers to learning in the classroom (Durodoye and Hildreth, 1995). Multiculturally aware 
' . 
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teachers, who take into consideration their students cultur~ and ethnic backgrounds, have been 
able to develop curricula that foster the academic success of minority students (Capella-Santana, 
2003). In an article written by Leslie Irwin, she similarly states. " It is imperative for pre-
' 
service teachers and "new" teachers to understand multicultural education and receive training in 
its effective implementation in their classrooms in an attempt to enhance equitable education for 
all children." 
What does diversity training look like? 
The new generation of educators must come to terms with the cultural diversity 
I 
characteristic of the new millennium (Carrington, 2000) Knowledge of diversity is critical to 
improving the academic and social growth of diverse students. Therefore, professional 
.. . 
development and teacher oredential programs have begun to provide training and preparation in 
diversity to help teachers improve their services to children. 
Whether diversity training is meant to effect compliance, harmony, inclusion, equity or 
transformation, the upshot is that organizations--and training professionals, in particular--
confront a difficult challenge. They must face a number of issues. But assuming they can iron out 
the "whys" of a diversity program, the question becomes, "How?" That is, how do you go about 
"teaching" people to respect and appreciate colleagues, customers and clients who are "different" 
(Bickham and Rossett 1994)? 
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Quezada and Louque (2002) define the essential elements of cultural proficiency as 
valuing diversity, assessing one's culture, managing the dynamics of differences, 
institutionalizing cultural knowledge, and adapting to diversity. Recognizing differences of • 
~I , 
.others and Claiming your own identity is Lhe first phase in developing refleqive, culturally 
. 
proficient educators. Educators must be able to describe their own culture and recognize the 
differences within others before learning effective strategies with which to ,understand, accept, 
and incorporate diversity into higher education institutions and education programs. Fostering 
attitudes and behaviors of awareness through cultural knowledge indicates a shift .in' thought 
processes and a growth in individual and institutional information. Training activities that help 
. 
promote self-awareness and the assessment of an institution include reflective writing, team 
building projects, experiential learning opportunities, and focus groups (Quezada and Louque 
2002). Agreeing with the previous authors, P~trick and Reinhartz (19~9) state, the goal for 
teacher education should be to help candidates begin a reflective process of examining the 
11practice9 of educators and schools [and] . .. understanding the influence of culture on their 
teachi°ng styles and on the learning styles of students. " Bickham and Rossett (1994) provide 
more specific strategies for encouraging participants to examine themselves in light of diversity 
. 
goals and challenges. The strategies include: 
* Provide self-assessment quizzes. 
* Expose trainees to realistic situations, interactions, issues and unresolved dilemmas. 
*Use role-plays and group activities that give people a chance to witness and experience several 
different perspectives. 
* Ask participants to come up with personal action plans that move them toward some goal, 
either their own or the organization's. 
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When the point is to learn about others, one familiar. diversity-training strategy is the 
panel. Participants on the panels represent diverse groups, and presumably are knowledgeable 
about the varying expe~iences and perspectives of individuals in their groups (Bickh~ and 
Rossett 1994). Some suggested techniques for learning about others are: 
* Give trainees some information on the demography, contributions, culture and values of 
different groups. ' 
I• 
* Have several representatives of a group explain their oWll personal perspectives, reflecting the 
diversity within the group. 
*Use exercises that remind trainees (or let them experience) what it feels like to be "different." 
I 
* Arrange for people to do some volunteer work in community or social service centers. 
I 
* Provide information on the historical and current impact of prejudice on opportunities and 
participation. 
• • 
* Provide references that link employee questions and needs with community resources. 
In the article written by Rahima Wade (1998), the ,author suggests field experiences with 
diverse populations are more successful than those that don 't . She also suggests the following 
activities to incorporate into diversity preparedness programs. These strategies include: 
• Writing a reflective cultural biography 
• Learning about strategies proven effective in reducing prejudices in school children 
( empatruc role playing, cooperative learning, cognitive complexity training, and counter 
stereotyping) 
• Conducting service learning or social action projects in school or community settings 
• Looking at different types of curriculum materials for multicultural education 
• Developing lesson plans and teacrung lessons on social justice 
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. 
• Discussing case studies of teaching children of color 
" 
• Discussing how socio cultural factors influence teaching behaviors and learning styles 
• • 
., Employees in many private companies, too, are required or strongly encouraged to attend 
diversity training. Federal Express' four-and-a-half-day program for its 5,500 managers is not 
' 
mandatory, but the company reports a long list of managers waiting to attend. Pacific Gas & 
Electric Co. requires a minimum of four hours for its 12,000 employees; 'classes often are 
extended to six or even eight hours. Ronita Johnson, Pacific Gas & Electric's diversity-program 
• 
manager, reports that about 35 percent of the participants in PG&E's train-the-ttainer program 
began by saying they didn't subscribe to any stereotypical views of other group~. Yet after 
participating in self-assessment exercises, they admitted that they did. (Bickham and Rossett 
I 
1994). 
Strategies used in diverse classrooms. 
Teachers are significant persons in the lives of children. These teacher role m0dels can 
help develop and demonstrate healthy and desirable positive attitudes towards all children 
regardless of their cultural backgrounds (Irwin, 1999). Serge Madhere states that attention must 
be paid not onJy to the quality of instruction but also the kind of personal interactions that occur 
between teachers and students. This coincides with the main underlay of Ruby Payne' s book. 
Relationships and support systems are essential for the success of many minority students and 
students who are in poverty. George Mason University has created a program for pre-service 
teachers, The Transformative Early Education Model, which also stresses the importance of 
collaboration with families and the communities in teaching students (Anonymous, 2001). 
I o 
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Teachers need to adapt to c~anges emanating from diversity, changes that demonstrate 
appreciatiorl of cultural.and ethnic differences along with "equal treatment, re,spect, and positive 
I 
acknowledgement of each student regardless of any differentiating human factors" (Irwin, 1999). 
' . 
One suggested way to meet the needs of diverse students is that teachers should include and 
practice teaching of awareness and tolerance of cultural diversity in their repertoire of regular 
' 
I 
classroom management strategies. This may create ah atmosphere of acceptance and belonging 
that diverse students may find lacking in some classrooms (Irwin, 1999). Teachers of diverse 
learners use the students' everyday experiences 
1
to li~k new concepts to priqr knowledge and 
culture, accept and build on students' ideas and language, and imploy interactive methods 
(Fueyo, 1999). 
Effective teachers ofracially, ethno-futguistically diverse students share characteristics 
and teacher behaviors with all other effective teachers; they are competent in subject matter; they 
communicate clearly when giving instructions; they pace instruction appropriately; they provide 
, 
all students with access to high-status knowledge; SP,ecify task outcomes and what students need 
to do to accomplish the task; they regularly monitor student progress; they stress critical 
thinking; they have appropriately high expectations for their students; they build on existing 
student knowledge; they promote active student involvement; and they provide immediate 
feedback on students' successes whenever required. Successful teachers of diverse learners 
share common attitudes, knowledge, and classroom practices. These teachers actively reject the 
notion of student failure and actively reject the notions that blame the children for their failure to 
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learn, or attribute student failure to the economic, racial, or linguistic backgrounds of their 
" 
families (Fueyo, 1999). 
Ill' 
~uccess stories: The implementation of Diversity Training. 
Linda Olson Jacobson teaches developmental writing at a community college. In her 
article she discusses several successful methods that she has used to meet the needs of all of her 
students and creating a valuing environment. The first step Jacobson takes is to get to know her 
students. She believes that the information learned could help a teacher to develop, a
0
positive 
rapport that facilitates and supports the student• s learning process. When there is a good rapport 
between teacher and student, the teacher will be better able to evaluate the best ways (i.e. 
I 
Learning styles) to teach each individual. This also gives the teacher useful information about 
how the student values themselves and element~ in their lives that are of co~cem to them. The · 
I 
second step is to ensure an environment where the students feel comfortable enough o ask 
questions. .This creates noticeable changes in the students' attitudes and body language: Students 
seem rriore motivated to learn. Thirdly, Jacobson provides one on one mentoring. This allows a 
relationship to build between the student and the teacher. It also provides a time, which creatt:s 
situations for intense learning and bolstering of self-esteem. By implementing these three 
strategies, Jacobson has been successful in creating positive relationships with her student. 
These changes have also increased her passing by 15 %, which is greater than the departmental 
average. 
Another success story occurred in New Jersey. A diversity Day was declared in the 
Piscataway Township school district. Several of the teachers were not looking forward to this 
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staff development day and even talked about calling in sick. !he author, Daniel Rodriguez, the 
superintendent of the district, was fearful of the outcome. He had established this conference 
due to the diversity in t~e district and because of some minute occurrences wlthin the district. 
Diversity Expens were hired from within the distt;ict. These 'experts' planned a day, which 
included a number of activities, including evocative discussions about possible scenarios 
surrounding issues of gender, race, and individual differences. This facilitated a forum where 
I 
people could question and critique their own b~liefs and perceptions. At the en? of the day, the 
teachers had come full circle. They were now better prepared to deal with tensions that arise 
from diversity and more likely to see that common ground does exist even in communities made 
' 
up of a mosaic of many diff eient individuals and groups (Rodriguez, 1998). 
The third situation involves a Social Studies Methods teacher who has incorporated 
j • 
diversity training into her own classroom. Rahima Wade prepares pre-service teachers for the 
diversity issues that they will each face when hired. She begins this journey by alerting the 
students to five brick waJJs that act as barriers to und~rstanding and appreciating diversity. 
Through class discussion, the students in Wade's class began to open their eyes to the existence 
of such waJJs. The students became of their own prejudices that they carry with them and were 
surprised because they never considered themselves as prejudiced. It led students to share their 
questions and concerns about working with a diverse student population. This was similar to the 
self-awareness phase Quezada, Louque, Bickham, and Rossett all spoke about in strategies for 
successful diversity training. 
Another similar success story was written by Nayda Capella- Santana (2003). This 
author studied the change in teacher attitudes before and after a multicultural course. Capella-
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Santana had very similar findings to the one's discussed in Wade's case. After several 
" 
interviews, the participants of Capella Santana's study reported significant changes in their 
attitudes and awareness of cultural stereotyping (Capella-Santana, 2003). . I 
"'' 
After reading through this evidence, one can conclude that there is a need for successful 
diversity training. In the cases reported, the authors have proven that wi~h the help of cultu'ral . 
. 
awareness, teacher's perceptions and motivational levels of students do change. This study 
anticipates the same findings. Sodus central school district's Root Cause Analysjs (Appendix) 
I 
states that proper diversity training, along with other changes, is imperative for the success of its 
• 
students. So why not look at the training that Sodus is providing now, and see if it is presenting 
I 
the teachers with the suitable infonnation to supply an equal learning opportunity for all of the 
districts diverse students. 
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Methodology 
The purpose of this study is to explore strategies taught during diversity training 
I 
workshops. The overall goal is to see if attitudes about teaching to a diverse population of 
students and achievement levels of the students change due to the implementation of strategies 
learned during the diversity workshop. 
' 
Sodus Central School District is located in Wayne County, New York. The district stretches from 
Sodus Point along the shores of Lake Ontario south to the inland viJJage of Sodus. Sodus's 
' I 
population is 8,215. The total pf enrolled students is 1500 (Appendix 1 ). Student population is ' 
' I 
made up of 81.3 % White, 0.7 % American Indian:, Asian, Alaskan, or Pacific Islander, 13.4 % 
Afiican American (not Hispanic), and 4.7 % Hjspanic (Appendix 1). 33.9 % of the students 
' ' 
receive free or reduced lunch (Appendix 1). The district had a 3.9 % drop out rate for the year 
2000-01 (Appendix 1 ). Sodus is a rural district with high student ne'eds in relation to district 
"' 
resource capacity 
(Appendix I). 
Methods 
Due to the diverse population of the district, each second year teacher is required to take twenty 
hours of diversity training. Three colleagues and myself will attend one particular workshop, 
Understanding the Frameworks of Poverty. During the course, strategies are taught on how to 
build better relationships with your students and the families of your students. By building better 
relationships and understandings of your students and their families, it is said that achievement 
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levels wiU increase and teachers will gain a better understanding of the students they teach 
(Payne, 20~1). " 
• • 
Each of the four teachers selected for this study were in their second year of teaching at Sodus. 
' Sam AJbert is a 24-year old teacher who was born and raised in Buffalo, New York. He teaches 
Living Environment to ninth graders. Michael Hayden, a 28-year old general music teacher in 
' 
the middle school, bas been teaching for seven years. Mike grew up in Long Island in a 
predominantly white neighborhood. He previously taught instrumental music in LQng Island, 
New York. This school district consisted mainly of middle to l,lpper class White students~ He did · 
I 
not have much experience teaching diverse students until he began teaching in Sodus. Michael 
also has not had any formal training in diversity. Peggy Cummings is 34-year old teacher who 
was born and raised in Rochester, New York. She has been teaching a total of five years. Her 
previous assignments were in Rochester, where she had experience with diverse student 
populations. Peggy .teaches seventh grade ELA Christina Costich is a 25- year old teacher who 
was born and raised in Fairport, New York, which was a predominantly middle to upper class 
White town. She also did not have much experience with diverse populations until she began 
teaching at Sodus. She teaches seventh grade science. 
The study will take place during the Spring Semester of the 2003-04 school year. Before the 
workshop, teachers will be given a questionnaire on their perspective of teaching to a diverse 
population of students, formal preparation in diversity, and on the achievement levels of their 
students. Below are some examples of the questions the four teachers will be answering. For the 
exact questionnaires please look in the appendix. 
.. 
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Sample Questions 
. 
1. Have you had any formal training in teaching to diverse populations of students? 
2. If so, elaborate on the training you have received. 
What seminars have you attended? 
-· How many hours of training have you received? 
What topics were discussed during these experiences? 
3. Describe the diversity that exists in the classroom you have ded ded lo study. 
4. What are the motivational levels of your students? ' 
5. Have you built any relationships wit'h your student' s parents? If so, explain how. 
Each of the four teachers will select one class on which to test new strategies. The teachers are to 
choose their most heterogeneously mixed class. For example; Miss Costich's class consists of 1 
Hispanic student, 4 African American students, and 11 classified students. The class has a total 
I 
of22 students, which meet every other day from 7: 50 AM to 9:14 AM. 
,t I 
About once a week, for one month, the teachers will meet in Miss Costich' s classroom to discuss 
their experiences with the implementation of the strategies and any changes in attitudes they may 
have towards their students. Each meeting will be held ~fter school and will last about one hour. 
These meetings will be taped using an audio recording device and then transcribed for further 
study (Appendix). The four teachers will each be given roles for the focus group, which consist 
of a timekeeper, mediator, recorder, and facilitator. An agenda for each meeting will be created 
to ensure the teachers stay on task (Appendix). Guiding questions, created by the facilitator, will 
be used to promote discussion between the teachers (Appendix). 
Sample Agenda for Focus Group Meeting 
Share specific strategy used that week- 5 minutes for each teacher 
Helpful hints and suggestions- I 0 minutes 
Guided Question/ Discussion time- 20 minutes 
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Wrap-up and plans for the following week- I 0 minutes 
" 
The four teachers will keep journals or reflection logs during the course of study. In their 
• I 
. I journals, the teachers are expected to write down their thoughts and ideas to be shared with the 
group (Appendix). A basic guideline, of what is to be included in their journals, will be provided 
for the teachers to follow. 
Student work will be collected to show improvement in motivation and achievement (Appendix) . 
. 
A comparison will be done on work done before and after the strategies were put into practice to , 
identify any changes. Student averages before and after the implementation oft~ strategies will 
also be taken into consideration. 
At the end of the study, the four teachers will be given another questionnaire (simiJar to the first), 
which focuses on changes in their perspective, achievement levels at the end. of the study, and 
their overall thoughts of the importance of diversity training (Appendix). 
Data Analysis 
The data will be collected and then analyzed. Through the implementation of the strategies 
taught in the diversity training, I am hoping to see an increase in the motivation of my students 
and my coJJeague's students. I also am looking to see if the teacher's perspectives on teaching to 
such diverse populations of students change. 
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During the meetings of the teachers, discussions of successes and fai lures wiU be held. 
Changes in the perspective~ of their students will be discussed.' Interviews with each of the 
teachers will provide the same information. The quality of student work will show, to some 
I 
I 
degree, a change in the motivational levels of the students. Field notes and journaling will 
present a record of any changes that the teachers saw in their students and changes in their own 
thought processes. The questionnaires will offer before and after documentation of the teacher' s 
' 
beliefs in diversity training and its effects. 
• • 
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Jan 
1999 
Elementary Level 
English Language Ar ts 
Grade 4 English Language Arts Performance 
(All Students: General Education and Students with asabiities) 
50% 
50% 
40% 
30% 
20% 
10% 
0% 
Level 1 Level 2 Level 3 Level 4 Level1 Level2 LeveJ3 
This District 
Performance 
at This District 
General Education 
Students with Disabilities 
All Students 
General Education 
0 
0 
I NY State Public a 2000-01 . L-~~~~~~~~~~~~~~a 1998-99 • 1999-00 
Counts of Students 
Not Tested Tested 
ELL Absent Level 1 Level 2 Level3 Level' 
0 1 5 51 38 3 
0 1 8 7 4 0 
0 2 13 58 42 3 
0 0 9 46 49 13 
Jan Students with Disabilities 
2000 All Students 
0 0 1 7 13 
59 
0 0 
Jan 
2001 
General Education 
Students with Disabilities 
All Students 
0 0 1 16 
0 0 5 
0 0 8 
1 0 0 13 
e Arts Levels - Listeni 
49 13 
34 '50 15 
5 3 0 
39 53 15 
and Writ in 
Level4 
Total 
Me.an 
Score 
97 641 
19 611 
116 636 
117 649 
20 616 
137 644 
104 656 
16 603 
120 649 
Standards 
Level A These students exceed the standards and are moving toward high performance on the Regents examination. All 
students scoring from 692 to 800 are In this level. 
L.evel 3 
Level2 
Level1 
These students meet the standards and, with oontinued steady growth, should pass the Regents examination. All 
studerds scori from 645 to 691 are in this level. 
These students need extra help to meet the standards and pass the Regents examination. All students scoring 
from 603 to 644 are in this level. 
These students have serious academic deficiencies. All students scoring from 455 to 602 are in this level. 
Performance of English Language Learners (ELL) 
ELL are students for whom English is a second language. Schools teach these students English so they can participate effectively in 
the academic program. ELL students without sufficient proficiency in English are not required to take the grade 4 ELA test. Their 
progress in learning Engfish is measured, using standardized tests, and reported. 
January 2001 0 
For 2001 , these students were eligible for the Alternate Assessment (AA). For 2000 and 1999, these students were exempt 
rrom this test because of disability as stated in their Individualized Educational Program. 
2 These students were not required to take the grade 4 ELA test because they were English Langua,ge Learners (ELL) who 
performed below the 31:!' percentile on another appropriate English reading assessment. 
3 These students were enrolled at the time of testing, blA were not presert to complete some part of the ELA assessment. 
# To protect student confidentiality, the pound character (#) appears when fewer than five students in a group were tested. If 
fewer than five were tested in one subgroup, then counts appear only in the "All Students" category. 
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40% 
30% 
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Elementorv ·Level 
Mathematics 
Grade 4 Mathematics Performance 
(Al Stude~ts: General Education and Students with llsabilties) 
50% 46% 
50% 51% 
30% 
20% 
10% 
I 
0% 
Level2 Level 3 Level4 Level 1 Leve12 Level3 
a 2000-01 This District 0 1998-99 • 1999-00 
NY state Public 
Level4 
Performance 
at This District 
Counts of Student. 
• Not Tested 'rested 
AA1 Ell2 Absenr Level 1 Level 2 Level 3 Level 4 Total 
Mean 
Score 
~~~= Students with Disabilities O O () , 5 8 6 O 19 619 
All Students 0 0 0 7 27 53 31 118 657 
General Education O O 2 19 47 31 99 664 
General Education 0 0 2 30 69 20 121 654 ~~~ Students v.4th :.~~b~I!~ ~ ~ ~ , ; ~: ; 1 ; 1 12_!l1 ~ 
General Education O O O 9 59 36 104 674 ~~ Students with Disabiliies 0 O 4 7 2 2 15 629 
All Students 1 0 0 4 16 61 38 119 668 
Grode 4 Mathematics Levels - Knowled e, Rea'soni , and Problem- Solvi Standards 
Level4 
Level3 
Level2 
Level1 
These students exceed the standards and are moving toward high performance on the Regents examination. All 
studem scorin from 678 to 810 are in this level. 
These students meet the standards and, with continued steady growth, should paH the Regents examination. All 
students scorin from 637 to 6n are in this level. 
These students need extra help to meet the standards and pass the Regents examination. All students scoring 
from 602 to 636 are in this level. 
These students have serious academic deflcienc.ies. All students scoring from 448 to 601 are in this level. 
For 2001, these students were eligible for the Alternate Assessment (M). For 2000 and 1999, these students were exempt 
from this test because of disability as stated in their Individualized Educational Program. 
2 These students were not required to take this test because they were English language learners (ELL) who perform below the 
3d" percentile on an appropriate English reading assessment and there was no test form available in thelr native language. 
other ELL students must take this test. but may take an alternative language form if such is available. 
3 These students ~ enrolled at the time of testing but were not present to complete some part of this mathematics 
assessment. 
# To protect student confidentiality, the pound character (#) appears when fewer than live students in a group were tested. If 
fewer than five were tested in one subgroup, then count$ appear only in the "All Students" category. 
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Elementary Level 
Science 
Grade 4 Science Performance 
(All Students: General.Education and Students with llsabiities) 
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1999-00 2000-0t 1999-00 2Q00.01 
~ Percent Above sa.. 
This District - •-MJliple-O'loice Mean Score NY State Public 
Counts of Students 
Performance 
at This District 
Not Tested 
Absents 
Multiple-Choice Test 
Component 
Performance 
Component 
School Mean 
Scores 
Mull- Perfor-
Tested Above S Tested Choice mance 
General Education 
May Students with Oisablllties 2000 All Students 
0 0 121 93 121 
0 0 1 19 9 19 
0 0 1 140 102 140 
35 
29 
34 
34 
34 
34 
General Education O O 104 ,94 104 ~~ Students with Disabilities . 3 O O 13 5 13 36 35 
All Students 3 0 0 117 99 117 
28 
35 
33 
35 
Grode 4 Science - Knowle e, Reasoni ond Problem- Solvi Stondords 
Multiple.Choice 
Test Component 
State Designated 
Level (SOL) 
Performance 
Component 
School Mean 
Scores 
This component is 45 muliple~hoice questions based up0n the New Yori< state Elementary Science 
Syllabus, and referenced to the New York State Leaming Standards for Mathematics, Science and 
Technology (Elementary Level). Of the 45 questions, 17 reference Physical Setting; 17 reference Living 
Envirorvnent; 8 reference Scientific Inquiry; and ~ reference Mathematics. 
Students who correctly answer fewer than 30 of the 45 questions of the Multiple-Choice Test Component 
must receive academic intervention services (Al~) in the following term of instruction. 
This component involves performance of hands-on tasks at 5 stations. The stations are named Liquids, 
Grouping Objects, Ball and Ramp Game, Magnetic and Electrical Testing, and Unknown Object. Al 
tested students work at the Ball and Ramp Game. Approximately half the studenls work on Liquids and 
Grouping Objects and the other half work on MarTJetic and Electrical Testing and Unknown Object. 
Schools use a statistically randomized procedure to assign students to these stations. 
For the multlpl~hoice test component, this is the average number of correct answers for students tested. 
If all tested students answered all questions correctly, this score IM:luld be 45. 
For the performance component, the mean scores for the stations are added together to arrive at the 
school mean score. If au tested students received perfect scores, this score would be 49. 
1 For 2001, these students were eligible for the Alternate Assessment (AA). For 2000 and 1999, these students were exempt 
from this test because of disability as stated in their Individualized Educational Program. 
2 These students were not required to take this test because they were English language learners (ELL) who perform below the 
3c!' percentile on an appropriate English reading assessment and there was no test form available in their native language. 
other ELL students must take this test, but may take an alternative language fonn if such is available. 
3 These students were enrolled at the time of t.esling but did not complete any part of tm; science assessment. 
# To protect student confidentiafrty, the po111d character (#) appears when fewer than five students in a group were tested. If 
fewer than live were tested in one subgroup, then counts appear o~ in the ·Air Students" category. 
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60% 
50% 
40% 
30% 
20% 
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0% 
Level 1 
Middle Level 
English language Ar ts 
Grade 8 English Language Arts Performance 
(Al Students: General Education and Students with asabilties) 
55" 50'!(, 
40% 
30% 
20% 
10% 
Level2 Level3 Level4 Level1 Level2 Level 3, 
This District 01998-99 • 199900 NY State Publ~ 
Level4 
Performance 
at This District 
Counts of Students 
Not Tested Tested 
AA1 ELL2 Absent Level 1 Level 2 Level 3 Level 4 Total 
Mean 
Score 
June General Education 
1999 Students with Disabiltties All Students 
0 
0 
0 2 1 45 52 2 100 702 
0 2 5 13 0 0 18 670 
0 "' 6 58 52 2 118 697 
General Education 
May Students with Disabil•ies 2000 
All Students 
0 
0 
0 0 9 S1 29 3 98 691 
0 0 16 14 0 0 30 658 
0 0 25 71 29 3 128 683 
Level4 
Level 3 
Leve12 
Level 1 
These students exceed the standards and are moving toward high performance on the Regents examination. All 
students scori from 739 to 830 are in this level. 
These students meet the standards and, with continued steady growth, should pass the Regents examination. Al 
students scorin from 701 to 738 are in this level. 
These students need extra help to meet the standards and pass the Regents examination. All students scoring 
from 662 to 700 are in this level. 
These students have serious academic deficiencies . All students scoring from 527 to 661 are in this level. 
Performance of English Language Learners (ELL) 
ELL are students for whom English is a second language. Schools teach these students English so they can 
participate effectively in the academic program. ELL students without sufficient proficiency in English are not required 
to take the grade 8 ELA test Their progress in learning English is measured, using standardized tests, and reported. 
Grade 8 English Proficienc Below Effective Participation Level Making Appropriate Progress 
June 2001 2 # 
For 2001, these students Vt"ere eligible for the Alternate Assessment (AA). For 2000 and 1999, these students Vt"ere exempt 
from this test because of disability as stated in their Individualized Educational Program. 
2 These students Vt"ere not required to take the grade 8 ELA test because they were English language Learners (ELL) who 
performed below the ':!I:!' percentile on another appropriate English reading assessment. 
3 These students were ervolled at the time of testing but were not present to complete some part of the ELA assessment. 
# To proted student confidentiality, the pound character (#) appears v.tien fewer than five students in a group were tested. If 
fewer than five were tested In one subgroup, then counts appear orfy in the •All Students" category. 
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Middle Level 
Mathematics 
Grade 8 Mathel'J'latlcs Performance 
50% 
(Al students: General Education and Students with O:sabitles) 
40% 
40% 
30% 
20% 
10% 
0% 
Level 1 Level 2 Level3 Level4 Level 1 Level2 Level3 
NY State ffublic 01998-99 • 1999-00 'm 2000-01 
I • This Distr ict 
Performance 
Counts of Students 1 
at This District Not Tested Tested 
AA ELL , Absent Level 1 Level 2 Level 3 Leve14 
June General Education 0 1 20 37 38 6 
1999 Students with Disabilities 0 0 0 ' 16 •4 0 0 All Students ' 0 0 1 36 41 38 6 
May General Education 0 0 15 48 34 1 
2000 Students with Disabilities 0 0 0 19 8 3 0 All Students 0 0 0 34 56 37 1 
General Education 0 2 30 38 19 3 May Students with Disabilities 4 0 2 15 6 0 0 2001 All Students 4 0 .. 45 . 44 19 3 
Grode 8 Mathematics. Levels - Knowled e. Reosoni • and Problem- Solvi 
Level4 
Mean 
Score 
Total 
101 711 
20 657 
121 702 
98 707 
30 662 
128 697 
90 695 
21 656 
111 688 
Standards 
Level4 These students exceed the standards and are moving t9ward high performance on the Regents examination. All 
students scori from 760 to 882 are in this level. 
Levell These students meet the standards and, with continued steady growth, should pass the Regents examination. All 
students scori from 716 to 759 are in this level. 
Level2 These students need extra help to meet the standards and pass the Regents e.xamination. All students scoring from 681 to 715 are in this level. 1 
Level 1 These students have serious academic deficiencies. All students scoring from 517 to 680 are in this level. 
• SimBar School& are &ehool& grouped by district and student demographic characteristics. More Information Is on the School 
Profile page of this report. Further explanation is available at hlto://w.vw.emsc.nysed.gov/repcrd2QQ2/similar.html 
For 2001, these students were eligible for the Alternate Assessmert (AA). For 2000 and 1999, these students were exempt 
from this test because of disability as stated in their Individualized Educational Program. 
2 These students are not required to take this test because they are English language learners (ELL) who perform below the 3d" 
percentile on an appropriate English reading assessment and there is no test fonn available in their native language. Other 
ELL students must take this test, but may take an alternative language form if such is available. 
3 These students were enrolled at the time of testing blA were not present to complete some part of the mathematics 
assessmert. 
# To protect studenl confidentiarrty, the pound character (#) appears when fewer than fJVe students in a group were tested. If 
fewer than five were tested in one subgroup, then co1.11ts appear orty in the "All Students" category. 
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,. 
High School Achievement - After Three Years of Instruction 
.. 
This section presents the success of students on Regents examinations required for graduation. Passing is defined 
as scoring 65 or higher, or earning approved alternative credit Students who earn crecit through component retesting 
are counted as if they scored in range 55 to 64 or in range 65 to 84 as determined by the results of the component 
retest This page presents information about students who first entered grade 9 in 1998-99, displaying res1-11ts for 
these students after three years. Safety-net provisions of the graduation requirements allow some students to earn , 
•1credit for graduation by alternative means. The percentage of students meeting their personal graduation 
requirements after four years is presented elsewhere in this report as a school accountability measure. 
100% 
Percentage of '98 Cohort Passing Regents Exams Required (or Graduation 
(AU students in the cohor1 ....+io fl~I entered gr•de 9 In 1998-99) 
100% 
80% 
Mathematics GlobalHist. U.S.Hisl&Gov Engtllh M alh41malica Global HisL US.Hist. & Gov 
I 
This District PiY Statew Ide Public 
Students in Highest Score Highest Score Highest Score Approved Requirement studert Category Cohort I From 55To 64 From 65To 84 From 85To 100 Alternative Credit 
I General Education 85 1 37 27 0 
Eng II sh Slvdents w Disabilities 11 3 3 0 0 (after 3 years) 
All Students 96 4 40 27 0 
General Education 85 9 45 20 0 
Mathematics Slvdents w/ Disabilities 11 4 3 0 0 (after 3 years) 
All Students 96 13 48 20 0 
General Education 85 6 40 35 0 
Global History Slvdents w/ Disabiilies 11 4 3 0 0 (after 3 years) 
All Students 96 10 43 35 0 
General Education 85 e 30 21 0 
U.S. Hist & Gov. Students ""Disabilies 11 0 2 0 0 (iiller 3 yeMS) 
All Students 96 8 32 21 0 
Cohort Is defined in Section 100.2 (p) (8) (ii) of Conmissioner'tt Regulations. 
1 Orly the highest score of each studenl is cot.nted, regardless of how many times the studert may have taken the examination. 
# To protect studert confidertiality, the pound character(#) appears when there are fewer than live studerts in a gro~. If fewer 
than live gpeclaH?ducation students were reported, then courts appear orty in the •All Students• category. 
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School District Prof ii• 
Superintendent: Mrs. Lucinda Miner I Phone: (315)483-5201 
Organization 
' School District Staff1 (both full- and part-time) 
2000-01 
' 
Grade Student Count of Count of Other Count of 
Range Enrollment Teachers Profe$sionals ' Paraprofessionals 
K-12 1,602 145 I 19 67 
' 
1999-00 School District Total Expenditure per Pupil $12,046 
1999-00 NY State Public Schools Total Expenditure per Pupil $11 ,040 
Student Enrollment I 
Grade Level October 2000 
,, 
Grade Level October 2000 
' 
Pre-Kindergarten 26 Grade 7 136 
Kindergarten 98 Grade 8 120 
Grade 1 126 Grade 9 162 
Grade 2 114 I Grade 10 119 
Grade 3 137 Grade 11 112 
Grade 4 129 Grade 12 92 
Grade 5 137 Ungraded Elementary with Disabilities 0 
Grade 6 120 Ungraded Secondary with Disabilities 0 
Student Demographics 1998-99 1999-2000 2000-01 
' 
Count Percent Count . Percent Count Percent 
English Language Learners 24 .~ . 1.4% ' 51 3.1% 37 2.3% 
Eligible For Free Lunch 472 28.5% 545 '34.2% 800 50.3% 
Need to Resource 
Capacity (N/RC) Group 
The State Education Department assigns each school district to a comparison group based on 
student demographics and the resource capacity 'of the district. This district is in N/RC Group 4. 
This district is a rural district with high needs relative to, local resource capacity. 
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1998-99 
Dropout Rate • · 
4.0% 
1999-00 
3.9% 3.8% 
2000-01 
D This 
astrict 
• NY state 
Public 
A dropout is any student who left school prior to graduation for any reason except death and did not enter another 
school or approved high school equivalency preparation program. The dropout rate is calculated by dividing the total 
number of students who dropped out in a given year by the total fall enrollment in grades 9-12, including that portion 
of the ungraded secondary student enrollment that can be attributed to grades 9-12. 
1 Some district-employed staff serve in more than one school. These shared people are included in counts reported here. 
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Fall Enrollment 
Grade 1999-2000 
Pn:-K 27 ' 
Kinderl!arten ' l 19 
First II I 
Second 134 
Third 125 
Fourth 142 
Fifth 115 
Sixth 139 
Unl!raded Elementarv '() 
Seventh 123 
Ei2hth 126 
Ninth 144 
Tenth 115 
Eleventh 84 
Twelfth l 18 
Unl!J'llded Secondarv 0 
Total K-12 Enrollment 1595 
S d R 0 1/Eb 0 0 .. tu ent ac1a t OIC ril!in 
1999-2000 
Race/Ethnicity No. of 
Grade Range : 
2000-2001 
26 
98 
126 
I 14 
137 
129 
137 
120 
0 
136 
120 
162 
119 
JJ2 
92 
0 
1602 
' 
2000-2001 
No.of 
2001- 2002 
33 I 
98 
98 
114' 
99 
123 
120 
128 
0 
136 
125 
I 136 
108 
JJO 
104 
I 0 
1499 
2001- 2002 
No.of 
Students % of Enroll. Students •;. of Enroll. Students 9/e of Enroll. 
American Indian, Alaskan, Asian, ]] 0.7% 13 0.8% JO 0.7% or Pacific Islander 
Black <Not Hisoanic) 220 13.8% 237 14.8% 201 13.4% 
Hisoanic 53 3.3% 58 3.6% 70 4.7% 
White <Not Hisoanic) J3JJ 82.2% 1294 80.8% 1218 81.3% 
Limited Enelisb Proficient Students (also known as Ene.lisb Jangua 'e learners) 
1999- 2000 2000-2001 2001- 2002 
No. of Students I °lo of Enroll. No. of Students I •;. of Enroll. No. of Students I % of Enroll. 
51 I 3.1% 37 I 2.3% 74 I 4.8% 
Averae.e c Jass Size 
Grade Level 1999-2000 2000-2001 2001-2002 
Kindernarten 16 16 16 
Common Branch 19 19 17 
En2lish Grade 8 16 JO 18 
Mathematics Grade 8 24 24 22 
Science Grade 8 19 23 20 
Social Studies Grade 8 19 22 20 
Em~lish Grade I 0 21 25 24 
Mathematics Grade I 0 13 18 21 
Science Grade J 0 17 19 0 
Social Studies Grade IO 23 23 22 
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' District Need to Resource Ca acity Cate o 
N/RC Cate Descri tioo 
4 This is a rural school district with high student needs in relation to district resource ca · 
s· il S b l G d D rm ar c 00 roup an escnptlon 
' 
Similar School Group Descriotion 
I 
NA NA . 
All schools within the same N/RC category are divided i~o three similar school groups defined by the percentage of students in 
the school who are eligible for the free-lunch program and/or who are limiled English profident (also known as English language 
learners). 
Attendance and Suspension 
1998-1999 1999-iOOO 
No. of •;.of . No: of % of 
Students Enroll. Students Enroll. 
Annual Attendance IUte 
Student Suspensions 236 14.2% 152 9.5% 
Student Socioeconomic and Stability Indicators • 
[Percent of Enrollment) I 
Free Lunch 
Reduced Lunc.b 
Public Assistance 
Student Stabilltv 
1999;-2000 2000-2001 
' 
34.2% 50.2% 
10.7% 13.6% 
NA I NA 
. NA NA . 
Staff Counts 
Staff 2001-2002 
Total Teachers ' 153 
Total Other Professional Staff 25 
Total Paraprofessionals ' 67 
TeachinJ? out of Certification* 5 
Teachers with Temporarv Licenses 2 
*Teaching out of certification more than on an incidental basis. 
Teachers with temporary licenses are also counted as teaching out 
of certification. 
Sodus Central School District 
04/09/2003 
2000-2001 
No.of % of 
StUdents Enroll 
134 8.4% 
• 
' 2001-2002 
26.3% 
7.6% 
NA 
NA 
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